This study attempts to examine the acquisition of English word stress patterns by Korean children aged 10-11 and explore effective ways of teaching English word stress to them. For these purposes, stress patterns of disyllabic nouns and verbs in English were taught explicitly to two groups of Korean children employing different methods, one group using rhythmic refrains and the other utilizing controlled dialogues. Data was collected through perception and production tasks of which results were analyzed quantitatively. Errors found in the perception and production tasks were also considered in order to examine the Korean children's acquisition of English word stress with reference to syllable structure and lexical category and the influence of their first language on the acquisition of word stress in English. The results of this study revealed that both methods were effective in improving the children's ability to perceive English word stress, but neither method was found to be beneficial in increasing the production of it. According to the error analysis, the children might not assign English stress in words according to the distributional patterns associated with syllable structure and lexical category. Pedagogical implications for teaching English word stress were suggested based on the findings of this research, followed by the limitations of this study and the suggestions for further research.
I. INTRODUCTION
Learners of different ages appear to process the target language differently, as discussed by Lenneberg (1967 , as cited in Harley, Howard & Hart, 1995 . Evidence for the age effects on language acquisition process appears to come from first language acquisition (FLA) studies suggesting that older learners should be more attentive to syntactic cues and younger children to phonological cues (Harley, Howard & Hart, 1995) . In second language acquisition (SLA), young learners' and adults' different processes of the target language might be supported by the studies, which reveal that the age effects on SLA vary, depending on the linguistic components. According to Ellis (1985) and Brewster, Ellis and Girard (2002) , older learners are better at higher order processes such as grammar and semantic relations while younger learners are better at lower order processes such as pronunciation, if they are matched to the length of the exposure to a second language (L2). Children's potential predisposition to phonological features over other linguistic components seems to point to the importance of teaching phonological features of an L2 to young learners for their success in the L2 development.
It seems to be necessary for learners to attain an intelligible level of competence in the pronunciation of an L2 in order to communicate effectively in the L2. According to Hinofotis and Bailey (1980, as cited in Celce-Murcia, Brinton & Goodwill, 1996, p. 7) , there might be a pronunciation threshold for learners of an L2. If the L2 learners fall below the threshold, they will have communication problems no matter how good their grammar and vocabulary might be. It might not be uncommon to find examples where confusion and misunderstanding have been caused because of stress being put on the wrong syllable. The improvement in the proficiency of suprasegmental as well as segmental features of an L2 might greatly contribute to the intelligibility of L2 pronunciation. In the literature of L2 phonological acquisition, however, the acquisition of suprasegmental elements such as stress seems to have received relatively less attention than that of segmental features (Archibald, 1993) .
Moreover, it seems widely accepted that the phonological patterns and structures of a learner's native language have influence on the acquisition of the learner's L2 phonological systems. As for Korean learners of English, the teaching of English stress seems to be an important focal point because Korean has a prosodic system that is quite different from English. Korean has no lexical stress and is classified as a syllable-timed language in which syllables are likely to occur at regular intervals and the amount of time it takes to say a word tends to depend on the number of syllables in the word. Meanwhile, English stress is associated with lexical words and English is a stress-timed language wherein stressed syllables recur at regular intervals regardless of the number of unstressed syllables that intervene between them Celce-Murcia, Brinton & Goodwin, 1996; Dalton & Seidlhofer, 1994) . In other words, the amount of time it takes to say a word in English depends on the number of syllables that receive stress, not on the total number of syllables in the word. The prosodic differences between English and Korean might pose difficulties for Korean learners of English in producing English words conforming to the characteristic stress and rhythmic patterns of English.
Despite young learners' bias toward phonological cues in language development, the need for intelligible pronunciation for effective communication, and the potential influence of learners' first language (L1) phonological structures on L2 pronunciation, it appears that the teaching of English pronunciation, particularly English stress, in Korean public elementary schools has been neglected. An examination of primary English teachers' manuals, which are written and issued under the control of the Ministry of Education in Korea, shows that English pronunciation features in general, English stress in particular, are not paid enough attention. In the teacher's manuals, English pronunciation features which are likely to cause difficulties for Korean children are infrequently stated as teaching tips. The teacher, who taught English stress patterns of disyllabic nouns and verbs to the children in the current experiment, also admitted that she had seldom paid attention to English pronunciation features including stress in class.
This study strives to investigate the acquisition of English word stress patterns by Korean children aged 10-11 years and explore effective ways of teaching English word stress patterns to Korean children. In an attempt to consider the effectiveness of teaching English stress patterns in words to Korean children, the teacher explicitly taught the English stress patterns of disyllabic nouns and verbs to two groups of children, to one group using rhythmic refrains and to the other employing controlled dialogues, in three cycles over 12 weeks. In this study, errors found in the perception and production of disyllabic nouns and verbs will also be analyzed in order to consider how the children acquire English word stress patterns with reference to syllable structure and lexical category and to examine the influence of the learners' L1 on the acquisition of word stress patterns in English. Pedagogical implications for teaching English word stress patterns will be suggested based on the findings of this research, followed by the limitations of this study and the suggestions for further research.
II. THEORETICAL BACKGROUND

Stress Assignment in English
1) Definition of Stress
Stress seems to be generally defined as relative prominence, applying not to individual vowels and consonants but to whole syllables. From a speaker's point of view, stressed syllables are pronounced with a greater amount of energy than neighboring unstressed syllables (Ladefoged, 1993) . On the acoustic side, this increased energy input results in greater amplitude, increased duration and higher pitch (Celce-Murcia, Brinton & Goodwin, 1996) . Additionally, in English, vowels in stressed syllables have full quality, while vowels in unstressed syllables are often reduced to schwa [ə] . These characteristics work together to make stressed syllables more prominent than unstressed syllables in English (Rogers, 2000) . At the word level, for instance, the second syllable of the word balloon is produced with greater respiratory energy, thus becoming more salient in duration, loudness, pitch and vowel quality than the first syllable of the word. As seen in the example word, stress might not be an inherent quality of a syllable but can only be viewed as relative prominence.
2) Stress Patterns of Disyllabic Nouns and Verbs
English has a very complex stress system and many studies (Chomsky & Halle, 1968; Halle & Keyser, 1971; Halle & Vergnaud, 1987; Hayes, 1980 Hayes, , 1982 Kager, 1989; Liberman & Prince, 1977; others) have been carried out to describe it. The following discussions, however, are restricted to the stress patterns of two-syllable, or disyllabic, nouns and verbs that are directly relevant to this study.
Crucial to English stress assignment is the notion of syllable structure. The syllable is composed of zero or more consonants, followed by a vowel and ending with zero or more consonants, as represented in the model of the syllable (Kaye & Lowenstamm, 1984) in Figure 1 .
FIGURE 1
English Syllable Structure σ onset rhyme nucleus coda
As seen in Figure 1 , the initial part of the syllable is referred to as the onset, while the part consisting of zero or more consonants after vowel is called the coda. A vowel takes up the syllable position called the nucleus. The nucleus and the coda form a unit together, called the rhyme. It is generally assumed that in English the onset plays no role in stress assignment, while the rhyme is sensitive to stress placement. Both vowel quality and the number of coda consonants seem to affect stress assignment in English: A syllable with a tense vowel or closed by more than one consonant tends to be stressed whereas a syllable with a lax vowel followed by no consonants is not likely to attract stress (Chomsky & Halle, 1968; Hayes, 1980 Hayes, , 1982 .
In the case of disyllabic nouns and verbs, the final syllable is likely to have stress if it has a tense vowel. To take the noun and the verb shampoo and delay for instance, the final syllable ends in a tense vowel and attracts stress. Nouns and verbs in English, however, appear to behave differently as to the treatment of word-final consonants. In the case of two-syllable verbs, the final syllable receives stress if it is closed by more than one consonant, as exemplified in the verb elect. If the final syllable, however, does not end in at least two consonants, the ultimate syllable is not stressed, rather stress is assigned to the first syllable, as in the verb finish. In disyllabic nouns, on the other hand, the coda consonants in the final syllable tend to be ignored in entirety for stress assignment in English. In the noun orange, for instance, the second syllable is composed of a vowel followed by two consonants. Stress, however, is assigned not to the final syllable but to the first syllable due to the insensitivity of the final coda consonants as a whole to stress placement. In short, in disyllablic verbs, the ultimate syllable is likely to be stressed if it has a tense vowel or ends in two or more consonants, otherwise stress is assigned to the initial syllable. As for disyllabic nouns, the ultimate syllable tends to receive stress only if it has a long vowel, the word-final consonants being entirely ignored for stress placement.
The noun-verb difference in the treatment of word-final consonants might yield the asymmetric distributional patterns that disyllabic nouns are more likely to have stress on the first syllable, or a trochaic pattern, while disyllabic verbs tend to have stress on the second syllable, or an iambic pattern. This noun-verb difference in stress distribution is not a local phenomenon, but a phenomenon that prevails throughout the English lexicon, as remarked in Kelly and Bock (1988, as cited in Davis & Kelly, 1996, p. 446) : 94% of the disyllabic nouns listed in the Francis and Kucera word frequency norms had trochaic stress, whereas 69% of the disyllabic verbs had iambic stress.
Rhythmic Refrains vs. Controlled Dialogues
1) Rhythmic Refrains
In English, stressed and unstressed syllables tend to alternate occurring on a regular beat, as discussed above. In this study, words or phrases occurring repeatedly in these characteristic rhythmic patterns are referred to as rhythmic refrains.
For young learners of English, the use of rhythmic refrains might be beneficial in their learning of English word stress, because stress patterns in English are highly regular in their rhythmic patterns and young learners tend to be easily fascinated with rhythm (Kolsawalla, 1999) . Repeated use of words in the same context might help them remember the form as well as the meaning of the words (Kolsawalla, 1999) . That is, exposure to rhythmic refrains is likely to help children memorize stress patterns of words due to characteristic rhythmic patterns in English and children's fascination with rhythm. According to Krashen (1985) , utilizing methods that are motivating to young learners might lower the affective filter and create an elevation of natural input in language learning. Children's interest in chants, stories and songs seem to be strong and powerful, so it is likely that they pay attention to the language of which they consist. Thus, the arrangement of words in rhythmic refrains using chants, stories and songs might be more effective in teaching stress patterns of English words than in other contexts.
2) Controlled Dialogues
Controlled practice seems to be one in which a learner's attention is focused on the target form (Goodwin, 2001) . At the controlled practice stage, dialogues might be used to introduce and practice L2 forms and structures within a context, making them meaningful to the L2 learners. In this study, controlled dialogues refer to those in which the dialogue is strictly controlled except for the language or a form being practiced. They are designed to help learners focus on forms, particularly English word stress, within a meaningful context. Thus, controlled dialogues might be useful in practicing forms as they provide learners with opportunities to accurately attempt and practice L2 pronunciation features, stress in particular, within a context. They are also likely to facilitate communication in that they might help learners build confidence and automate the use of the practiced structures (Scott & Ytreberg, 1990) . Thus, teaching English word stress patterns employing controlled dialogues might be useful in improving the ability to perceive and produce English word stress accurately and automatically.
III. RESEARCH DESIGN
Participants
A total of 62 male and female children in the fifth grade, or 10-11 years old, in Korean elementary school participated in this study. A questionnaire in Appendix A was administered to glean baseline information about the children. According to the questionnaire results, the majority of the children started learning English either in kindergarten or after their entrance into primary school. Fifty-eight of the 62 children studied English after school either at private language schools or at home, most of them studying English for more than half an hour a day during weekdays. With regard to their interest in learning English, 11 children responded with "very much," 35 children with "much," 14 children with "so-so," 2 children with "a little," and no children with "not at all." When they were asked about how actively they participate in English class, 36 children responded with "very much," 18 children with "much," 6 children with "so-so," 1 child with "a little," and 1 child with "not at all." According to the results of the questionnaire, most of the pupils in this research seem to be interested in learning English and participate actively in English classes.
Data Collection and Analysis
Before teaching the English stress of disyllabic nouns and verbs to the children, two tasks, a perception task and a production task, were carried out to measure the children's ability to perceive and produce English stress patterns in disyllabic nouns and verbs. In the perception test, the children were instructed to listen to 8 randomly ordered nouns and verbs respectively recorded by a native speaker and mark the syllable on which they perceived the stress to be. In the production test, which was conducted earlier than the perception test in order for the perception of the test items not to affect the production of them, the children were asked to read the same nouns and verbs used in the perception task in the noun carrier phrase, "I can see (a, an) ." and in the verb carrier sentence, "I like to
." respectively out loud into a tape recorder. The nouns and verbs used in the perception and production tests before treatment are provided in Appendix B.
The children's oral productions were rated focusing on their stress placements by a native English speaker and a linguist trained in phonetics. The inter-rater reliability of the production task before treatment between the two raters was 90.3. Most of the disagreements between them were found in the items the children did not say stressed syllables prominently enough to be judged as stressed. The disagreements were resolved by the raters by listening to the problematic items together and discussing them case by case.
After each cycle, the teacher administered the production and perception tasks, using the nouns and verbs she taught during each cycle to determine whether or not the explicit teaching of word stress is effective and which of the two methods, using rhythmic refrains or using controlled dialogues, is more beneficial to Korean children learning English word stress patterns. The production and perception tasks were carried out using the same carrier sentences and procedures as those of the pre-tasks. The children's oral productions in the three production tasks were also rated in the same manner that those in the production task before treatment were rated. The inter-rater reliabilities of the three production tasks between the two raters were 98.1, 98.5 and 99.4 respectively, which are high enough to view the raters' judgments on the stress placements in the children's productions as consistent and reliable.
In this study, the results of the perception and production tests were analyzed quantitatively using SPSSWIN 10.1. The children's stress errors in the production of disyllabic nouns and verbs were also examined in order to consider their acquisition of English word stress patterns with reference to syllable structure and the lexical category of nouns vs. verbs, and the influence of the children's L1 on the acquisition of word stress patterns in English.
To increase the validity of the current study, the teacher also kept records on the learners' interest, attitudes, classroom interactions and so on, focusing on English word stress, at the end of every week during the treatment period. In this study, the results of the tasks were often further supported by the teacher's notes.
Procedures of the Experiment
Based on the results of the perception and production tasks before treatment, the children were placed in two groups, each consisting of 31 children. The two groups were homogeneous according to their ability to perceive and produce stress patterns of the disyllabic nouns and verbs, as they showed no statistically significant differences in both tasks at the significance level set at .05, p=.438 in the perception task and p=.808 in the production task. The teacher explicitly taught the stress patterns of disyllabic nouns and verbs to the two groups of children and had them practice those stress patterns, using the same words but different methods. The stress patterns of disyllabic nouns and verbs were taught for about 20 minutes after each class twice a week over 12 weeks in a regular English classroom in a public elementary school in Korea. The teacher was a classroom teacher who had background knowledge about stress patterns in English.
The disyllabic nouns 1 and verbs taught in the two groups are listed in Appendix C, most of them conforming to the stress patterns discussed above. In one group, the teacher taught the English stress patterns of disyllabic nouns and verbs explicitly and had the children practice the stress patterns using rhythmic refrains in the context of chants during the first four weeks (cycle 1), in the context of stories during the next four weeks (cycle 2), and in the context of songs during the last four weeks (cycle 3). The chants, songs and stories used in this experiment are attached in Appendix D. In the other group, the same teacher taught the stress patterns of the same nouns and verbs but used controlled dialogues in Appendix E during the same period.
IV. RESULTS AND DISCUSSION
To see the effects of the two methods on the perception of English word stress, the perception tasks before and after treatment were measured using the t-test statistics. In this study, the results of the perception task after each cycle were compared with those of the perception task administered before any teaching of English word stress to the children was done, not with the results of the perception task carried out after a previous cycle. Table 1 shows the comparison of the post-and pre-perception tasks of the rhythmic refrain group, while Table 2 represents that of the controlled dialogue group. The comparison of the pre-perception task with the perception task after the treatment of each cycle seems to reveal that both groups showed statistically significant improvement (p< .05) after each cycle of English word stress teaching. This can be interpreted to mean that both methods were effective in enhancing the ability to perceive the stress patterns of disyllabic nouns and verbs, indicating that the explicit teaching of English word stress both through rhythmic refrains and controlled dialogues might be beneficial to Korean children. After the treatment of each cycle, no significant differences, however, were revealed between the two groups, as shown in Table 3 . According to the statistics in Table 3 , the two methods in each of the three cycles made no statistically significant differences (p>.05) in increasing the children's ability to perceive the English stress of disyllabic nouns and verbs. However, the mean scores of the perception tasks were higher in the controlled dialogue group than in the rhythmic refrain group across the three cycles. This might indicate that using controlled dialogues in practicing stress patterns of disyllabic nouns and verbs in English could be more effective with Korean children in identifying the syllable on which stress falls. This result seems to be further supported by the teacher's field notes. According to the teacher's notes, although the children in the controlled dialogue group appeared to be less fascinated and motivated in practicing stress patterns than those in the rhythmic refrain group, they seemed to pay more attention to the stress patterns of the words than the children in the rhythmic refrain group. The teacher also mentioned that the use of controlled dialogues might enable the children to practice stress patterns of the nouns and verbs at a manageable speed and pace because unlike the children in the rhythmic refrain group they need not follow the rhythm of chants, stories and songs. Meanwhile, the children in the rhythmic refrain group were likely to be more easily distracted by the rhythm of chants and songs and the content of stories and thus they appeared to pay less attention to the stress patterns of the words.
The effects of the two methods on the production of English word stress were also calculated using t-test statistics. Table 4 represents the measurement of the rhythmic refrain group's production tasks, comparing the results of the production task after each cycle with those of the production task carried out before any treatment was done. Table 5 shows the measurement of the controlled dialogue group. According to the statistics in Tables 4 and 5 , there was an increase in mean scores between before and after treatment in cycle 3 in the rhythmic group and in cycle 2 in the control group, but it was not statistically significant (p>.05). In the case of cycles 1 and 2 in the rhythmic-refrain group and cycles 1 and 3 in the controlled-dialogue group, however, the mean scores of the production tasks after treatment were lower than those before treatment, as indicated in the negative mean differences. In cycle 1, they were significantly lower in both groups (p=.02) in the rhythmic refrain group and p=.03 in the controlled dialogue group). That is, the teaching of stress patterns in disyllabic words in English was found not to be effective in improving the children's ability to produce disyllabic nouns and verbs with stress accurately. This might arise either from the fact that the period of each cycle might be too short for the pupils to practice new words with stress on the correct syllable as production tends to require more cognitive, linguistic and physiological demands than perception, or from the failure to control factors other than stress that might affect the learnability of words, as discussed below.
The comparison between the two groups in the production tasks after the treatment of each cycle is shown in Table 6 . Although no significant differences (p>.05) were found in the first two cycles, the mean scores of the production tasks in the controlled dialogue group were a little higher than those of the rhythmic refrain group. This might come from the fact that the use of the controlled dialogues enabled the children to pay more attention to the stress patterns of the words than the children in the rhythmic refrain group were able to do. However, in the third cycle, the rhythmic refrain group was significantly better than the controlled dialogue group (p=.00). According to the teacher's field notes, when the rhythmic refrain group learned English word stress patterns in the context of songs, they were much more interested in and fascinated with songs than when they learned them in chants and stories. When they pronounced the stressed syllables of the words using songs, some children moved their heads upwards or kept singing the refrains after class. It might be that the children's greater interest in and fascination with the songs were effective enough to create an elevation of the input and convert it into intake, as supported both by the statistics and the teacher's field notes.
The production and perception errors of the experimental nouns and verbs in the tasks both before and after treatment were also analyzed to investigate how children acquire the stress patterns of the disyllabic nouns and verbs and how the children's L1, Korean, influences the acquisition of word stress in English. Table 7 offers the number of the perception and production tokens and errors on the basis of lexical category, nouns vs. verbs, and stress pattern, trochaic and iambic. The total number of the perception and production tokens for trochaic and iambic nouns and verbs respectively was 496. However, in the perception tasks there were cases where the children did not mark stress, whereas in the production tasks there were cases where the children said words different from those presented, they did not say some words at all, or the two raters did not agree. Those cases are disregarded for the error analysis in this research. Thus, in some cases, the total number of tokens was fewer than 496, as seen in Table 7 . If the children in the experiment had the knowledge of the asymmetric distributional patterns that disyllabic nouns are more likely to have a trochaic pattern and disyllabic verbs tend to have an iambic pattern, they would make fewer errors in trochaic nouns than in iambic nouns because of the prevalent trochaic pattern in disyllabic nouns in English while they would make fewer errors in iambic verbs than in trochaic verbs due to the predominant iambic pattern in disyllabic verbs. In both perception and production tasks, however, they made more errors in iambic words across the lexical categories, the number of errors of iambic nouns and verbs almost doubling that of trochaic nouns and verbs, as shown in Table 7 . This result might indicate that the children in this study had no knowledge of the noun-verb asymmetric distributional stress patterns associated syllable structure and lexical category in English.
Based on the prosodic differences between Korean and English discussed above, one might expect that one of the most common production errors of Korean young learners is to produce every syllable in the words with an approximately equal weight, that is with level stress. Table 8 represents the number and rates of level stress in their production of disyllabic nouns and verbs. The errors of level stress were responsible for 24.49 % of the total production errors, as shown in Table 8 . This might indicate that many of the children in this study seem to assign equal weight to every syllable in the words. As phonological patterns of learners' native language are likely to influence the learners' L2 pronunciation, errors of level stress might be attributable to the superimposition of the children's L1 rhythmic patterns onto English.
In Korean, pitch rises at the beginning of a word when the word begins with voiceless aspirated consonants (Park, 2004) . The role of laryngeal features of the word-initial consonant on prosody in Korean can be transferred into stress placements in English, resulting in more errors in iambic words beginning with voiceless consonants than those with voiced consonants or vowels. By looking at the error rates in the iambic nouns and verbs based on the types of the initial segments, one might discover if the phonological features of the L1 influence the production of stress patterns in English words. Table 8 shows the error rates of the iambic nouns and verbs with voiceless consonants in word-initial position, on one hand, and those of the words with voiced consonants or vowels word-initially, on the other, in the production tasks both before and after treatment. In the production tasks, there were 11 iambic nouns and verbs beginning with voiceless consonants and 2l voiced consonants or vowels. As shown in Table 9 , more errors stressing the initial syllable of the iambic words were found when the children said the words beginning with voiceless consonants than those beginning with voiced consonants or vowels. The mean scores of errors in the words beginning with voiceless consonants almost tripled those beginning with voiced consonants or vowels. Pearson correlation coefficient was used to measure whether or not the production errors and the types of word-initial segments are correlated, as shown in Table 10 . As shown in Table 10 , the type of word-initial segments and the production errors of stressing the initial syllable of iambic words were correlated at a significant level (p=.05). That is, error rates in stress placement in the iambic nouns and verbs are significantly correlated with the type of word-initial segments. This seems to indicate that the phonological features of the L1 are transferred into and significantly influence the production of stress patterns in English words.
V. IMPLICATIONS FOR TEACHING ENGLISH WORD STRESS
Implications for teaching English word stress to Korean children might be considered on the basis of this study's findings. In both groups, the ability to perceive stress in disyllabic nouns and verbs showed a statistically significant improvement, while the improvement in the ability to place stress on the correct syllable in their production of the words was not significant. This can be interpreted as children acquire stress patterns of disyllabic words relatively quickly for receptive purposes but do not acquire them productively. From a pedagogical perspective, when introducing new words, teachers should beware that the accurate perception of stress patterns of new words does not necessarily result in correct stress placements in their production and ensure that children stress new words correctly in their production.
As discussed above, the children in the experiment might not have knowledge of asymmetric stress patterns in English disyllabic nouns and verbs, making more errors stressing the word-initial syllable across the lexical class. The implication this might have for teaching English word stress to Korean children is that the verb-noun asymmetric stress patterns should be taught to them in an either explicit or implicit manner so that they can realize that stress in English words is placed differently based on the lexical category of the words.
Moreover, the fact that the children tend to make more errors stressing the initial syllable across the lexical category might indicate that in teaching English word stress, more attention should be paid when teachers teach stress patterns in iambic nouns and verbs, ensuring that children correctly place stress on the correct syllable, not on the initial syllable, in the words.
In English, stressed syllables in words become prominent by both emphasizing stressed syllables and weakening unstressed syllables. One of the common production errors discovered in this study is that the children produced every syllable in the words with an approximately equal weight. This suggests that when new words are introduced to Korean learners of English, care must be taken not only to stress stressed syllables but also to unstress and weaken unstressed syllables appropriately, as also noted by McNerney and Medelsohn (1992) . As revealed in this research, error rates are significantly correlated to the type of initial segments due to the influence of Korean on stress assignment in English words. It is not surprising that the children in this study made more errors stressing the initial syllable of the words beginning with voiceless consonants than those stressing the initial syllable of the words beginning with other types of segments in iambic nouns and verbs. This might indicate that in teaching English iambic words, teachers should give special attention to the words beginning with voiceless consonants and make sure that laryngeal features of word-initial consonants do not interfere with stress placements in the words and that children place stress on the correct syllable, not on the initial syllable, in the words.
VI. REFLECTION ON THE CURRENT RESEARCH
It might be that this research contributes to weighing the benefits and drawbacks of the two methods in the teaching of English stress patterns of disyllabic nouns and verbs and discovering some aspects of how children acquire English stress. The current research, however, was carried out in a particular context and its scope and design is restricted by the period and number of participants, so it might be difficult to make general statements concerning the effects of these two methods in improving the perception and production of disyllabic word stress patterns in English and concerning the acquisition of English word stress by Korean children.
As abovementioned, the decrease in the mean scores of the production tasks after treatment, as indicated in Table 4 and Table 5 , might indicate that each cycle's period was not long enough for the children to practice and improve the production of the words with stress on the accurate syllable they learned as production tends to be more demanding linguistically and cognitively than perception. The decrease might alternately arise from the fact that the disyllabic words used in the treatment were mainly controlled with respect to stress patterns, so ease or difficulty in the learnability of the words seems to vary, depending on other linguistic aspects such as spelling, syntactic, or semantic properties.
Moreover, the data about the perception and production of English word stress by Korean children in this research was gathered from tasks which require attention to speech. According to Ellis (1985, p. 67) and Tarone (1983, p. 152) , tasks might result in data which could not represent the speaker's real language as the speaker can use certain strategies which may not occur in natural conversations. Thus, the language produced during the tasks in this research might be different from their natural language. In order to get more reliable and valid data on the acquisition of English stress patterns by Korean children, further research needs to collect data from casual and spontaneous speech over a longer period, taking into consideration other properties that are likely to affect the learnability of words. 
